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Dr. MacKinnon has asked me to talk about "criteria" in the public

education of the severely handicapped. I take it fhat we need not

include criteria for deciding whether severely handicapped children

should receive public. education. The litigious actions of parent

groups-in-the-United-States-have-mom1AW1-4AW66-io to oidft

the right of every child to education. Although directives favoring
.

the advocates of "right to education" and "due process" in the Penn-

sylvania and Washington, D.C. federal court cases have never been

fully litigated, we are observing a wave of consent decrees, whereby

schools agree to total inclusion - that is, the provision of education

for all children. One of the reasons for the settlements by consent,

apparently, is that professional educators will not appear in the

defepse'of exclus4onary policies

Thus, whenwe talk about criteria in the public education of the

severely handicapped, I assume that indeed we do have these children

all "in"; that we are no longer free to make arrangements by which

only some are "in" and others are "out." Of course, it is true that

not all severely handicapped children can be managed in the same
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setting or on the same educational diet. My assumption is that we

need a variety of settings and'programs if we are to serve all-

children. Consequently, it'is
4
with n the context. of a broadly in-

,

clusive but diffefentiated educational system that the criteria

must be discussed.

.1 have organiied. my observations on the subject around several

main topics:

First, a brief historical statement that may help us to

o, see some of the current developments in a,necessary, broad

perspective. ,.

Second, a brief description of the kinds of developing

structuresiwhich are now emerging in our field and which raise

the question of criteria..

Third; the question of criteria itself and its ramifica-

tions.

Fourth, and last, some of the main tasks before us, as I

read the situation.

4
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1. Historical Perspective

The history of education for exceptional children, if told from

their point of view, is a simple story of massive neglect, denial,. -'-

and 'rejection. For every Laura BridgeMan and Helen Keller, tens of

thousands of children with sindiar of'different. handicaps were doomed

to constricted lives because it was believed,that.they'could not be-

taUght or were not worth teaching: In a sense, the development of

special education can be recounted as an assault on thirdiscrimina

tory attitude. It began in the early Nineteenth Century with a hand-

ful of dediciiied;PiOniei:STSUth7a-s-CaSpard Itard

student-Edouard Selin (1812-1880), and Maria Montessori, who began

the study and training of mentally deficient] children; and Samuel G.

H (1801-1676), whq worked with the blind and others whom you can

name, I am sure. From these beginnings, formal arrangements for the

education of handicapped children have gone through what appears to

me to be three stages, and it has recently entered a fourth.

Nineteenth Century: Residential Schools

In the first stage, residential institutions were organized for

children who were blind, deaf, or retarded. They became the models

and set the dominant early pattern for special education on this

continent. -The institutions tended to be narrowly categorical in

orientation and, since colleges and universities were not yet

involved,in professional training programs for teaching the handicapped,

4
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teachers were necessarily prepared for heir specialized work by

Sn-tho

%
-job training. The roles of teache , therefore, came Co be

/defined categorically in terms of the "blin 4.." the "deaf," or, he

"retarded."

Residential schools still exist but more and mo 6 they are being

used, to serve only the most profoundly handicapped populations. Many

are now on a program of scheduled demissions which will return many

persons to . more open arrangements in community life.

Early Twentieth Century: Community Prototypes

The second kind of_formal arrangement might be called the

"Community Prototype" Stage. Some distinctive' programs fob excep-

tional children were organized in public day sthoOlS at about the

turn of the century. Leaders in public day schools, aware of the

educational programs in some of the residential institutions, went

to them for help.. In their earliest forms, therefore, the day

school programs were dependent on the residential schools for

curricula, leadership, the training of needed teachers. allaudet

College, for example, which served deaf children, start a teacher

training program,in the 1890's (Craig, 1942), and in 1904, the

Vineland Training School in New Jersey began,summer training sessions

for teacher's of retarded children (Hill 1945).
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At their best, the early community programs and the children they

.served were usually barely tolerated-in the schools and the movement

developed slowly. For the first half of the TWentieth Century, most

handicapped Children were in schools for minimum periods Only. Some'

'children were forced to repeat grades until they-became embarrassingly

_oversized'in comparison with their classmates. In,other school sys-

tems, "special" classes or "opportunity" rooms were instituted for

handicapped children and the labels quickly took on derogatory'conno-,-,.

tations.

P

Untilcopparatively recently, of course, public schools had

never seriously tried to serve all children, and especially not

those who Were 'difficult to teach. Indeed, most children attenled

school only long enough to acquire a. basic:education, during the

"first decades of this century. Consequently, school systems were

not prepared physically, philosophically, or financially to operate
1

far-reaching programs for exceptional children. 1 Special educaticn

is costly by definition because of its emphasis on individual prob-

lems and needs. When school budgets were limited, as during the

Depression of the 1930's, in particular, special class programs were

not expanded.

1945-1970: ,Explosion Of Simple Models

The third stage.encompasses about a quarter of a century
, 9

subs*entto World War II., 4Ift. is what I call the period'of "Explo,

sion on a Simple Mode ."



As if to make up throUgh one large effort the neglect of

centuries, a'remarkable'surge of-activities in behalf of handicapped

children began shortly after World War II. Our largest states and.

provinces launched PrograMs on a broad scale to serve the'handicapped

inthe public schools and, at the same time, numerous colleges and

universities organized prograis to train teachers in speeialeduca,

tion (News and Notes, 1948). I shall not take the time to aetailthP

characteristics.of this period since most of you know them from per,

;sonal experience. In the United Stated, the numbers :Of Children
.1

seryed'increased more than 600% from 1948 to 1972; and the number of

colleges and universities offering training programs increased

seven-fol4-"from about 60 to more than 400. I do not have comparable

data for Canada, but I expect the general trends were similar for

, both our countries:

It thduld be not that the sheer quantitative leap in programing

for exceptional children between 1945 and 1972 cannot be attributed

to any great technological or ideological advances. There were some

innovations, such as the development of low-vision and individual

electronic hearing aids, but they are of limited importance in under-

standing the quantitative change. In the main, the perib& can be
itS

said to .have been one of rapid devilopment based on simple models,of

the past. This is not to imply that the two-and-one-half decades

were totally barren of new ideas; rather,:we find in them the. sources

of current important trends. A few examples should suffice.

a
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As part of the studies stimulated by President John F. Kennedy

and others in the mid-1960's, a great many university -based educators

were enabled to investigate developments, in the field in other parts

ok the world and to acquire new perspectives. For example,-visitors

to the Scandinavian countries encountered what is known as the

process of "normalization, that is, strong cpmmunity structures and
5

support systems sett p to deal with handicapped individuals and their

problems in their local pommmnity environments. Since then, the

principle has become an important part of the thinking and planning

of American special educators.

ThelJoundary-lines-of-the-categories -of-exceptional7children were

seriously examined and strong pressures were-Aeveloped to extend

special education services to children still not served. The specific

question whiCh was argued most strenuously was whether.schools should,

serve the "trainable" as well as the "educable'' retarded)

In the late 1960's, the largest increases in special education

enrollments were in the area ,of "learning disabilities," an area con-

sidered by many observers not to be a handicap category in the tradi-

tional sense. Nevertheless, the inclusion of the area in special

1For the famous debate on the subject between I'. Ignay Goldberg and
William M.. Cruickshank, see the NEA Journal, December 1958.
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educagon's province was welcomed becausejt represents a departure

from the overly simple medical and psychometric models of categoriza-

tion, which increasingly have come under attack.-

r

It may be that the single, most important characteristic of

that period for the future is that for the first time, diverse

programs of special education were consolidated in single institutions;

that is, for the first time, in schools, colleges, ana many other

agencies, children with different kinds of handicaps were brought

together or studied under,one roof. Thus, it became possible to look
-

at and to work across all categories of exceptionality in children,

_arld_fo_congider_their_interrelations.

1970's: Negotiating An Inte rated Place in the Schools and In

Community Life

I believe that it is useful to identify, 'the current period, which

began about 1970, as one of negotiation for a more integrated place

for exceptional children in both the public schools and the communities

in which they live.

Beginning about. 1970, with court directives, new legislation,

ggressive work by civil libertarians, parents, and some special

ucators, it became clear that literally all children were to be

cated; that their claims for education would be, made to their

al'school agencies; and that boundaries betwe-en special education

and regular education were to be opened up. We entered the era of

zero-rejection, or zero-demisAon, as I like to put it. (The negative

funnel of the past, --through which some children were rejected or
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demitted from regular schools to special classes, and_some_from there

through various centers to, finally, end-of-the-line institutions was

ended, or is ocess of being ended.

What I hay called, sometimes, he "twO-box", theory of special

education is dead.. According to that theory, education is structured

fo two populations Or children, two sets of programs or classes,

two sets of administrators, and financial incentives to inflate the

Speciateducation side. These structures have become obsolete. What

we have, tead, is\a continuum of services in the schools, a variety
4

of instru tional and adminictrative arrangementS through which. special

edudatiori---y be-piOvraia.. Within this new context, _special educatort

are less

tions and

system.of.

onsumed in defining and protecting their own special popula- '

'

enclaves, and more engagea,as part of the total educational

the community to provide intenstiy sensitive and individualized

education to all children, but with priority for those who show the

greatest needs. We have a strong,thrust toward providing education for

exceptional children in regular programs, with appropriate supports,

and to displace children to special settings,only for the most com-

pelling reasons. The orce for ,holding exceptional children in

(regular School settings and the movement bf special educators out

of special boxes and into support roles, has become known these days

as "mainstreaming."



Some people feel that the reversal of the old funnel and the

present preoccupation with mainstreaming is but an'okillation.of a

giant pehlaum swing and that the course will soon bereversed. By

my brief historical review, I. have tried to make the case for a dif-

qferent view:,that the long story - indeed, the total story - of

speci0education has but one theme, one steady trend:the progressive

inclustbdof exceptional children in the schools. Special education

has come from total neglect, through early set-aside arrangements

into tFIe schools, and now into regular classes in, progressively

inclrs ire waxs.

Same specialeducators believe that the busy period of expansion

for theirlield subsequent to World War II, was, in fact, a sad exam-

ple of special educators' complicity in perpetuating the rejection, of

children from mainstream educational structures, and inattaching'
A, H

"child blaming" labels on exceptional children. According to, that

argument, deviancy labels are Oven to children who are difficult or

inconvenient to teach and, thus,. they can be removed from the mainAream

and isolated in special classes. It is a parallel of the more genera

criticism by Szasz (1961) of society's treatment of peopld who are..

different.

If one takes a\limited view of schools during the period in

the argument is valid. However, it is easy to overlook one

factor: that for the first time in the history of special
\

,

question,

important



education, stations for exceptional children were built into the

schools and the children were made a part although a labeled
4

-part 7- Of the total school comity. Educators who stress obser-

vation, and I count myself among them, believe that the recent rapid

expansion of special education in the schools, even in a-largely

"set-aside" or. "two-box" form, was, a necessary transition to the

more complete integration of exceptional children in the regular

school strctures.'

Discussions of this kin4, however, have become omewhat academic

*becaUse of what might b called the general "mainstreaming" -trend in'

/
our society. It is pOticeable in,many fields of human service other

than education, especially in'mental health and social welfare. In

the field of mental health, the rapid development of community psychia-

try and psycholo epitomizes the mainstreaming effect.' Where, in

past years; large numb -of therapists served individual patients in

isolated clinics, therapeutic help to prevent the emergence of serious'

problems is now given to troutked persons through the developMent of

support systems and institutions at\the community level. Dr. Gerald

Caplan, Director of the Harvard Laboratory of Community Psychiatry,

illiistrated the trend in his calf:

...for the community psychiatrist to start by getting
firsthand kmietledge of a problem through diagnosing and
treating emotionally disturbed individuals; then he should
become a consultant and educator to.enable other care.
givers to handle such cases; later, he should consult with
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N organizations so that they may develop pdlicics.and
'programs for.lhe.preventiOn.and control of bliss() dis-
orders,. . (Caplan 1972)

.

4

One dssumption in the, psychiatric mainstreaming Movement is

o

...mpch of what we consider to be Mentaldisorder is
both socially determihed and defined. ,T4e major

_,...faults of society lie.notMth its people6 butin its
r- dyster6i7Ind this premis6-is basic....( rkenr1971).

A different argument for the.development ofcommunity psychiatry

and psydology, can be read in the position oftAlbee (1959). .tfo

pointed out, some j'ears ago, that the helping professions simply

could-not expect to grow sufficiently to meet all'the therapeutic
.41

,
needs of the 'population through the 'individual treatm6nt. mode;/'

01
**. .;),*

Each of the arguments-raised in-theld',of mental health

has been paralleled in the, field.of special education: Trippe.,

(1971); argued the social 4etermiher position. Gallagher (1968)

demonstratedthat "ye canit\get therefrom here;" tht is, that we
A

would not be able to supply.'the'needed specialized teachers fdr

major categories of exceptional children for at least the forteeab4.
. .

future if practices of the 1960's were simply extended.

Nhinstreaming has become the single most'conspicudus.trend.in

the.fiei of special *cation. in a recent open-ended survey loXich

I conducted for the C uncil fdi Exceptional Children, specia educators

. .

'S
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Were asked to list the changes that they anticipated in the field for

the next decade. Mainstreaming was listed more often than I>, other

single topic.,

r ,

I believe that at its worse, the mainstreaming trend is a cruelty

if no dedent arrangement is.Made to retrain personnel, reorder faci-

lities, and monitor carefully the progress of the children. its

ebest, the trend permits the thrilling discovery that -schools indeed

can accommodate exceptional pupils with a minimum of displacements,

and they'can become part of the broad community'support structures

for children.

dro

2. Emerging Structures

.Increasing numbers of special educators now think of their field

as- involving a broad continuum or cascade of tftstructional and, admin-

istrative arrangements that ranges from regular class placements; to

regular placements with consultation, or resource teacher or itinerant

teacher help; to part-time special classes', full-time special ?lasses,

local day schools, regional centers, residential schools, and'hospitals.

The orientat'n is to provide services with the least possible dis-

placements children from the community mode. Figure I is a schematic

representation of the continuum, using a iersion adopted from Evelyn

Deno by the CEC Policies Commission. Let,us take a look at the cascade,
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trying-to 'sense not what isstatic, but, rather, what the trends

might be. Let us start 'with what'is moving or changing, because I

dssume:;:familiar with the basic concept. Let us start with

regular classes.

1

The basic element, Level I, in the continuum or` cascade is.the

regular classroom. The idea is to accommodate exceptiojality there;

whenever f tatiblt Neetimes-rtgUlar teaCherwwill manage the situa-

tion on their own;. more and more frequently, however, special educa-

tors are offering support services to the regular teacher,' Let me

tell yoU about some of the more interesting and promising thAngs

going on at this level and at Level II whith I.have seen and in

which special educators are at the forefront.

In Austin, Texs, a regional agencyVis leading the way in

installing Individually Guided Education (ICE) an all schools. -ICE
1

is imanageMent system oriented to the indiviitualization of instruc.

tion; it was created at the University of'Wisconsin Research and
. 1

Development Center in Education and is bding disseminated b3,.the,

Kettering Foundation. In.this system, teachers form clusters dr
l*

teams that make it possible for each toteach from his special

strength; children are organized in bKder units than the tradi -]f

tional grade-level; all children are given criteria-referenced tuts

Ff instructional needs; and s16 on. At the same'time, spe
F
ial



educators. in the Alistin area have undertaken whaVthey call project

SHIFT, wherein they are moving 'a `major pa4 of their work into a

support mode for children maintained in the regular units. This is

not a case ;of the total demise ofspdcial classes, but the SHIFT is

spbStantial. Special educators/are-ye to'make very strong,coltri%

.butions in the change-over of.the total school system in both the IGE

and SHIFT aspects. Increasingl-f, mildly and moderately handicapped

1
AN children are educated in.an integrated format and programs for the

severely handiCapped are,incorporated in the schools in waysiwhich

seem less remote than before.

the thing you. ould see almost

is a';assive retraining dffort

If ydu should visit the Mstinarea,

as much as the changes in the schools

directed to all school personnel --

in-after school hour , in special Sumner programs, and in numerous-

.short courses.*

In Crookston, Minnesota, I recently visited a b,'ad regional

program that serves small-town and rural schools; a small central

staff supports six subregional lead teachers who, in turn, supervise

more than a hundred special teachers. 'de teachers,vork closely and

systematically.with,regular teachers to study children at Very early

stages of their schooling and support them through individual tutor-

ing as necessary.' They are.using a precision-teaching model, that

includes Lindsley's computer-based summary and retrieval system.

Regular class teachersyand regular classrooms work together in every

aspect of the progr and changes are evident in the' total school



program. With good work at kindergarten and first-grade levels,

referral rates.at second- and third-grade levels to special education

programs are down sharply from those ofpast years.

In Bloomington, Minnesota, teachers of so-called Learning

Disabled children used to work with chil6bood casualties at the

third- or fourth-grade level. But they decided to team up with

regular teachers at earlier ).evels to see if some of the learning

problems could be prevented. The logic was simple: If special fonts'

of instruction helped at the fourth - grade level, why not: provide them

earlier and try to save children from long periods of failure. Results

have been positive and dramatic. Incidentally, fewer children seem

to need labels. One of the very Practical problems faced in this situate

tion concerns the availability of special education funding. We have

gotten ourselves into a situatidn in which there is atfinancial

disincentive for preventive work.

Many other situations could be described in which the regular

educators are becoming more resourceful in dealing with exceptionality.

In some states, new directives require all teachers to have preservice

training in exceptionality. Mare promising, I think are situations

in which special educators are teaming up with regular educators and

making every day an Oh-the-job training session.

Please note that the situations I have described are not the

simple. returns of children to regular classes; instead, they are

examples of new forms of collaboration among special and regular.



educators., Problems are addressedin,more open ways than in the,

.past, and the old simplistiC Itarting points.of the child -in- category

and special education in special enclaves have been rejected.

Let ONlook at some Additional changing situations that affect

still other levels of thg continuum or cascade.

In Houston, Tex*-as, some 60 school pshologists have given up

their work as clinicians; they have abandon4 the long lines of 'Waiting

children referred to them by teachers. Instead the school psychology

gists have organized Teacher Development Centers to which regular

teachers can come for training to handle the problems of children

in their classrooms. In related developments, hundreds of forter

special class teachers have become diagnbstic teachers or'learning

facilitators working in teams in school buildings. Children are no

longer referred out of a building by their teachers. If a child's

education is proceeding badly, his teacher joins .a teawof reoriented.

and retrained educators in his own building to make necessary' studies

and to redesign programs. The further referral of a child ito

specialists outside the individual,building does not represent the

identification of .,a hild in any simple categorical sense; rather,

it represents a calc ated decision that, even with good effort within

the building,.itis not expected that the child will be well servect-

now, when he or she needs help. They have measured themselves as well

as the child and asked for outside help only when it is clear that

they aren't "up to" the child's needs. In this sitution the children

a
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who got referred on out are severely, handicapped indeed, but--let me

stress again--the referral, or the criteria if you wish, reflects
#

eharaCteristics of programs as,well as of the child.

Many school d3.stticts are changing their special education programs

in new and diverse wayi. They are organizing more resource rooms and

new consultation systems, yith much emphasis on the'retraining of per-

sonnel for changing roles. They also continue to have special classes

and school programs at levels 3-4 in the cascade, but usually for a

smaller percentage of pupils than before, and only for those who

clearly. .require instructional arrangements which are not feasible In

the'regu: o structure.

. -

In this context, programs for severely and profoundly handicapped

children P^e growing rapidly, . Current stories sound much like those

heard 20 yeLr3 ago when many school districts moved into the then new

and controversial trainable classes. It is possible to do useful work

in behalf of the severely and profoundly handicapped and to feel much

satisfaction in the process.

Let me sum up explicitly the pfinciples in the examples I have

given. There is no such thing as an impervious regular class, regular

school, resource room, or special class. Similarly, there'are endless

varieties of consultative and instructional systems which can be

supplied in support of regular teachers. If one starts with the prob-

lem of exceptionality and remains somewhat uncontrained by patterns
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of the past, it is clear that all institutions have much untapped

accotmodative capacity if we'but organize.and commit ourselves for

grOWth. Change and growth occur in families when an exceptional

child appears and change is evident in other utions incltiding

schools, as well. I continue to believe that it is us'bful think

in terms of a continuum or cascade of arrangements, but with the

needs of children as the central focus, and the administrative

arrangements varying in response to the children's needs( THe force

-,in the cascadzAs'in the direction of "progressive inclution,"

. Criteria for Placement

Let me turn now to my main topic: criteria iii the public

education of the severely handicapped. So far, I have removed

the discussion from any single form of categorizing PuPils and

programs, but now I want to make five additional points.

First, we should npt decide upon placement of a

severely handicapped child on the basis,ofs negative

or residual strategy. We may have evidences

ekample that a severely. handicapped child islikely

to have diffiCulties if he is maintained in a regular

class or even in a special class; he may be:isolated

or ostracized and have other difficulties_in such .ca

setting but, there is no indication that a comparable

setting. will be beiter. It's not enough to say that



the child is having difficulty and, thus, to remove

him. What we Must have is evidence that he will be

better off'somewhere else.

Perhaps an analogy to the family situation will help. 'The

severely handicapped child is not necessarily. served better outside

the family just because'he presents difficulties within the family.\
I find it useful in this context to try to be clear abbut,what

"payoff" we're trying to make. For many purposes, it is upful to think

of three levels,of payoff: society, institutions,and individuals. In

some situations in.this world societal goals are paramouni; institutions
4, 4

and individuali are manipulated as necessary to achieve the societal'

'pals. Even in democratic societies we perMit this payoff at times

of extreme crisis. But I asstiMejhat all of us would reject these

ultimate forms of "Sovietization ". as a regular thing,' instead,

we would say that the good society is one that servesto enhance the

-development of the individual lives and permits the emergence of

largely free institutions.

The main problem, then, comes at the level o institutional vs.

individual payoff (see Figure II). Many institutions make selection/

rejection decisions on individuals that entince institutional payoff

but are incompatible with the enhancement of individual values. I'm

afraid this has been true of the' schools as well as most other insti-

Autions. For example, we tend to use predictive deNiices, such as Ii(1.

s.

4
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pI II

A Dqcision Matrix: Who Is Getting Paid?

......

Who is Being

paid Off?

.....--_____

type of
Data Required ,

Decigon r
'

.

Y

Society
,

' .

.

Institutions

.

,,,,

Simple predictifts - depending ,Selection/Rejection
mostly on-norm-referenced tests A..
or observations .on variables s' ' I

that magnify,individual.dif . oN, 1

ferences and correlate with ,

outcomes that haveinstitution4 ', .

utility. 4

.
.

Individuals

v

i

------,- --1 _ _

1

I

..

,-

a) Aptitude-Treatmont-Interacti Instructional
' (ATI). , -- --' PlaCeMent

or ,
1b) "Rate" of performance or learning

in different systems,

,or . -,
.

.

c) Domain referenced testresults ' 4

in competency areas
or . . -

.

,
1

_4) Criteria-referenced test results,
-in-k-taSk;sequended hierarchy:
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'tests, which are predictive ofprogress the schools, to separate .

our children for special settingS. The preblem is that

does not indicate whether the 1614:* do better else-

where; it only.indicates that he is unlikely to'do well in regular

_schools. Juit as ,a high I.Q. predicts success in many institutions

or 0 grag' does not help to choose among them, so low

'predicts relatively poor success in many settings but does not help

to choose among them. It helps only to help choose those who might

be selected'or rejected if you have in mind some institutional goal

rather than indivi al service, Our widespread use of norm-refeiaNd

tests and correlatio -1 predictive Otocedures In validating,themOS
. .

,.,

a sign of the strongo_iontation to selection/rejectionions and
\

. ;
i

1

,to institutional goals,-Which have permeated the schools-; \

i

For p ses of-e cing institutional payoff, it,is not enough

to use predictive instruments and to make rejection decisions in

those instances where fhO predietiOn"ls unfayorabIe. If 'we- are truly

concerned about/ each child ands t ourselves to making no rejection

or demission ecfSions, a wholly different quality of information about

children and their life situations is required. ,I hall-not elaborate;

on_this_po t-here;-I-have done so elsewhere.

=Id sumkOite this:first point, An a tero7dem1ssion era, ono in

we e4ually:o ipdoiadal.;--4placembicok

S7
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initructionaldecision must be made on evidence of advantaie for 'the

individual and not on the difficulties associated with having the

individual in the mainstream of another particular setting.

'SeCend, we mutt always study the child's situation as well

as the childhiMself, because fundamenIallywhat is required

,

is a change in the child's,situation, which may,not'always

involve moving the child to a different class of school.

Recently I was asked to react to a\plan;which would'have involved

the identification of a large number of- exceptional children in sewn,
Ot.a

dary schools for placement in Cregional-vocationalhool, in which

they walla be given opportunities to explore a wide range of vocational

mograms and then to proceed into intensive training. It "was a well.

meaning end extremely generous program, dedicated to.improVing oppor-

tunities for what were called "special" students.

llut.,from the perspectiye I'm proposing here, it was a,distressing

idea.' What really reqUired identifiCation was essentiallyolot the

children-in difficulty but the problems in the regular school'vOca-.

tionll programs 'which-were not serving tfie children Well.- My sugges-
..:

tion was that in this' day class;action-suits and 011; it

Wad-be:a- niittalce-to` identify died sppial,§tudents* and remove

1,01. setting. I suististpd:tlikt 'such program
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probably have to be taken apart, that they woulI be embarrassed

by itandpossibly even subjected to class action court sbits
.

precisely in behalf of the claps of students they were identifying

for S'pecialplaCement.

.4

9

One of the difficilties in lementing the situation
.

,

study which I'm pncoura'ingls th4 we have so few well-developedha

e".

edures and skills fo this purpose; but there are some appidaches

which are available and deserWte'be7 better known and more widely
,

\

used.
.1

The environment is about all we educators have to joUlatO'in

be lrof a child; it's his environment that we can shape to make
-.

differeAce in his life; so let us'study it. :Indeed, when a child

is in educational difficulty, one of our main-calculations' must bq

how rapidly and how well we can change-hie schbiol situation:- Why not
7 /,

/,
-make it a policy never-to study a child forsthoolpgyurposes except

within his school rather than-in-some isolated-place, and to study

the school situationiasyell!
)

\\

3. Third, in setting up criteria, we should-do away with so-called

referral processes, which sUggest'a klA4'of passing on of re--

sponsibllities to_sOme-distant person or plate. Instead of a-

,referral; lot uS-requeSf*004 on----the ass itien diet- the
-

child mbst'akely will-stay ere he is, ekceidt for such-"a&

jus dfdteelocif,
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.1,1V friend Rits Grismer tells me that the Minneapolis Public

Schools are Considering a new policy Aich would preclude changes

in placeMent during any school year. Thus, when a teacher or'

others request help, it

a child from her Class,

needs' within the claSs.

is not for relief in the form of removing

but for assistance in Meting the child's ,

4. l!ourth, whenever possiblehve dilignoses pefformed and

0 .
decisions mall by those who will be required to follow

up on the educatien,of the ehild.

.a i

.i

S: Fifth, displace a child to special settings only when it

is necessary to control variables in his behalf in such a

WaY'that it is impossible in the more natural environment

bf his community.
ti

Yoll will not be surprised to hear me'lay, in summary, that

there isInc. empirical basis on which to specify criteria for the

placement of the severely iCappecror anyone else in ihe,schools.
a

This is true, in part, because there really is no such thing as a
g:;

regular class or any other arrangement., There are many different

kinds of regular and special educational arrangements, and many of

4them aie in flux.' The'arrangement y rokraMs for the handicapped

always involOi a',calculatiOn of the,>Fedifiability of the Child's

regular situ:ado/1'0 acco ate tohiM. If it won't or can't come

Op to his needs, it:still may be/the case that -no'other setting will

beletteri-'11Ut'if,clearly,-a speCial-Setting tan better StfWthe
2

child; that is Where' he belongs. ."
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A Personal Statement on.Alternatives.and Preferences

This final section is a largely personal expression of preferen6es

for goals Special educatori ought to seek and the instrumentalities

they might use. I have tried to consider topics that touch on /At of

the previously indicated trends, forces, and 'problems.

The right to education!' principle.. Special educators are irk

middle of Whit must be judged to be a truly remarkable elieni;OA014th-
_.

profound philosOphic and practical IMplicationt. This is'the declara-

tion thit every, child;- even the most profoundhandicappedl-shatbe'

given formal opportunitieito learn as a part Of the pilliCedtication-,,

Ft

system, Bightlael.44ksmakes no reference d payoff-:for society

or various` institutions; the e cement of.theiie of the i*Aticivat

is the sole consideration and goal.

Of course, some special4educators and many thers do not believe

fully in the right to education principle. They till resist_the

ficult steps necessary to-achieve VIl implementation of the principle

in programs fofthe profoundly handicapped. Many educators still

believe that education is a privilege, and that childrenwho fail to

Meet the standards established by, school 'authorities should bp deinitted.

The education of severely handicapped ChildrenAtake6 time.

and money, and gomeeducators may feel that suchexpenditures lessen
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the resources which can be spent on other children, ifiiire-isno_

evidence to support such a thesis; indeed, it can be argued that

improvements in educational opportunities for the handicapped result

in enhanced education for other children. In any case,'Ibelieve

that special educators ought to stretch themselves to the very limit

of their powers, at this strategic time, to help achieve an appropriate

education for every child in fact as well as principle.

Legislation. The field of special education, moreso in the United

States, perhaps, than efseWhere, finds itself increasingly hamstrung

by a system of categoricaffunding and accounting. The "categorizing ".

and "labeling" of children, as presently practiced in special education;

is largely unnecessary and self-defeating. The public outcry against

the prac te is mOnting rapidly The key practical changes required

...axein legislation .11(1 regulations at both federal and state levels.

In a more fundamental sense, of ourse, the problem is conceptual,

and getting a "turn around" on h sic concepts in the field may prove

to be the most challenging problem of all.

One relatively simple way to begin working our Way out of the

problem is to make the highly competent "special educator" the unit,

on which special state arid federal financial aids are paid, rather

than to activate special aids on the unit basis of the child,,in.cate-

,As long as incentives are created for putting childrenon /

rosters of the "handicapped," we will continue on the self-defeating

a-
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Atirney. Shifting aidi to "specialized personnel," letting them open

ways to serve children who need highly individualized programs, should

put special education into a new position in the urban communities
I .

where it is'now in bad repute. Along with. the shift in aids to a per

sonnel unit, government agendies can of course, require 4refully

framed programatic plans by which the personnel will be tiled.

This argument for the demise of categorical aids is ,directed"
f

only, to.their narrowest forms; In a broader sense, categorical funding

` for special programs seems essential for the forseeable future. There

N
are those who will wish to preserve narrowly categorica

I

aids and the

present child-in-category accounting systems, but their narrow perspec-
il

.tive, which permats.special educators to 'stay in the bdunds of the

miFytraditional categories and to!'"excre themselves from of the diffi-

cult problehs of education in urban ghettdes, Indian reservations, and
,

elsewhere, is not, 1 believe, a viable alternative-To the future;

unless, of course, one wishes to,see the field defined in terms of

only the most severel,and profoundly handicapped. i

I

fa
I

I

A Broader Responsibility., An alternative to le narrow concept

if speciAl education and a corollary to the point o view favoring

decategorization, is for special educators to move- ggressivelj, on a /

broider" front. Following are some of the domains n which special/

educators might well-make`a contribution: (a) ins ailing Sys:tt

for individualizing -instruction fOi. all children;.,(b) improving"-,

the education 6frainOl.ty group children through the Application of

-individUalized instructiOnal's5tten4 (c) forminginew,coo inating

structures with iields,such as "remedial- readfnel; stab_



support systems for children with unusual needs so that they may be

retained in "mainstream" situations and yet receive proper instxuction;

(e).leading the way in strengthening research and development activi-

ties in education in the context of the needs Of exceptional children;

(f) leading the way in self and institutional development by launching

retraining and prograM redesign activities of broad character. In

urging this broader mission, my assumption and belief are that special

educators have a contribution to make in all of these domains. A

further assumption is that if the field does not move on this broader'

front, it will inmagingly fail to draw energetic and able young

people-to'its ranks; it will also fail for itself, and for.the children

it presumes'to serve to be an actively and broadly engaged element

in our open. society.

Shared authority. One of the clear messages coming out of. much

of the social change which his occurred in Anerica in recent decades,

is that the basic policies of institutions serving people should be,

and shall be amde by the people affected. On this basis, college

students have asserted their roles in higher education, welfare reci.

pients, theirs in welfare agencies, and parents, their rights to

influence local school policies. In special education, the coficept-

of shared authority is also being implemented at the level of de5iSions

affecting individuals.. in tie form of'"due proce4t procedures.

Special eators have had extraordinary opportunities to work with

parents individually, and in groups,-and presumably they arenin the

Osition to help lead -the way in developing school-wide systems to,

r',1eN
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provide room for the participation. of all Persons who may be affected

by the systems' decisions. Assuming that one believes that authority'

..for basic policy formulation oughtiqo rest with those effected by the

policies - and not everyone sees this as a positive value - then spe-

,cial educators have the basis for leading the way in creating new
0

systems for structuring school policies and cperations.

Let.ne mention in passing, a further domain in which much

Challenge exists, that is, to refashion'the relations between local

schools and institutions'of higher, education, Certainly, a major

problem for.all of us is to upgrade our skills. and insights. Insti-,

tutions of higher education do not.have all of the answers, but they

°have some of the necessary resources. By creating a collaboration

for problem. solving, perhaps these resources can be brought into a

constructive support. mode to help-Solve the'diffiCult new problems in

our field.'

In the main the massive retraining efforts which are needed will

have to-be made in the inservice rather than the preservice mode.

This is true for a variety of reasons, among them, that many schools

are now oversupplied with teachers for a declining general child popu-

lation. We will not make change readily, through efforts directed to

preservice personnel. On the contrary, as indicated in the remarkable
..

study_Lord James of Ratholme study i England, there are marvelous opportu,

nities and very great needs:_o Strengthen inservice education activities

for teachers and other school personnel.



Two Broad Alternatives

Taken together; and on the positive side, the above mentioned

elements and the problems I've posed comprise a, broad agenda for the

future of special education, one that will stretch the imagination

and energies of everyone involved. Taken fogether4 but on the nega-
,

tive side, special education has the alternative of a narrowly

defined future, serving only the distinctly handicapped with special

supports for special enclaves. The fact is, I blink, that most of

society, including most general administrators didr,leaders in educa-

tiori, see special education in its narrower versions and have

little Sense of the broader mission it might perform.

But Some general educatOrs and y special educators do see

the importance of epening up the e claves, and of joining the larger

.effort to serve all Children. The seVerely,handiCapped.need not be

.neglected as special edUcation opens up and extends its engagements

with regular education and the community at large. Indeed, as special

education spreads its ,involvements, in broader domains, understanding

and opportunities for the severely icapped should expand corres-
.

pondingly. -If we'do not serve all of the handicapped we cannot serve

effectively those with the most severe problems, for they will seem

like remote visitors in the school and community scene, instead of

as individual human beings seeking to create'options in their lives

through awarenesses and skills at whatever levels they can be achieved.

-If all children are served well in a full cascade -of arrangements, '

thitreis -a-chance for building healthy attitudes and useful< programs

for 40 children:



Decisions are being made every day in many places and at many

levels on how special education:Will proceedin narrow categories

or on a broader front; on the extent to which special education will

join in efforts for the broad individualization of instruction; on

the ways 'due ptoCesa requirements will or will not be implemented

in the schools; on the ways new legislation will effect program devel0P-

vent; on the ways)rollls of spedial educators will be defined in new

certification standards; vid oni many other topids.

Even the biologists concede that "the new evolution "-could be

,the product of human awareness and decision, rather than of simply

blind forces and trends. An Unusual,set of opportunities is.present''

for special educators at his time to influence their future and that

-6Ithe children they sdvec Lopefully, their decisions will.be equal

to the challenge.

f



Albee, G.

REFERENCES

11:pNentalHealtItanoharTrends. New York: Basic Books, 1959.

Caplan, G. Support Systems. In,Caplan, R. B. 'Helping the helper to.Allak. New York: Seabury Press, 1972.
/

Council for Exceptional Children. Basic commitments and responsibilities
to exceptional children:. Arlington, Va.: Council for Exceptional
Children, 1971.

-/' 4' /6
' f-", ` /

Craig, S. B. Fifty years of training teachers of the deaf. Scho91,and
Society:. 1942, 56 (1449), 301-303.

Deno, Evelyn (Ed.) Instructional alternatives for exceptional children
Arlington, Va.; The Council for Exceptional Children, 1973.

-Dorken, H. A dimensional strategy for community focused mental health
services. In Rosenblum; G. Issues in community psychology and
preventive mental health.. By the Task Force on Community Mental
Health -of Division 27 of the American Psychological Association.
New York: Behavioral Publicationa, 1971.

Gallagher, James J.. Preparation of professional specialists for the mentally
disturbed. Paper presented at Bureau of Education for the Handicapped
Corference for Directors of Training Programs in'Education of the
Emotionally Disturbed, Nov, 1968.

GOldberg,,I. I. & Cruickshank, W. M. The trainable but nOneducable:
Wiese' responsibipty, NEA Journal, 1958, 47, (9), 622.

Hill, H. P. ineland summer school for teachers of backward and mentally
deficient children. The Training School Bulletin, 1945, May, 41-49.

Mackie, R. P. Spotlighting advances in special education. Exceptional
Children, 19654 7741.

Mackie,, R. P. 6 Dunn, L. N. i__±2.orarconeeandutsforthe
re aration of teachers of exceptional children. U. S. Office of

EduCation, Bulletin 1454; No. 13. Washington, DX,: 'Government
Prin4n0qtfie0, 1954.

. _

News and Notes. Journal- of Exce tional Children. 1948, March, 181.

Pennsylvania Ass'n. for )tee aided Children v. Pennaxlvatia,-334 F. Su 0.
1257 (El. Plti 1971)r3



4,w 0

Reynolds, M. C. A teamwork for considering Some issues in special
education. Exceptional Children; 1962, 28 (7), 167-370.

Reynolds; M. C. A stftegy for research. Exceptional Children, 1963,
-21 (5), 213 -219.

Reynolds,- M. C. and below, B. Categories and variables in special
education. Exceptional Chili ren, 1972, 38 (5), 357-366.

RAynoldssM..-C.,and-,Davis, M. "D/ Exceptional Children in-Regular
Classrooms. ':!Minneapolis, Minn.: LTI/Special EdUcation, Distributed
by Dept. of Audio Visual xtension, University of Minnesota,.Minnea-

.,polisi 55455. 1971. //
....--

Szaaz, T. S. The uses of naciing and the' origin-of the myth of-mental ..

.
,

illness. Amer. PsyCholeiist,,- 1961, 16, 59 -65.

Trippe, M. J. See the.cat?!: See the cradle ?' In Reynolds, M. C. and

Minnesota, Dept. of A dio Visual Extension-, University of 'Minneaota,

Davis; M. D. Exoe ilo'al Children in Regular Classfo oms, Minneapolis,--.

Minneapolis, 1971, pp 31.-42.


